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Abstract
This chapter will discuss the roles of self-regulation and self-efficacy in students 
with learning disabilities. The guiding conceptual framework is based in social 
cognitive theory. In this theory, self-efficacy is a key motivational variable and self-
regulation is a means for persons to develop a sense of agency, or the belief that they 
can exert a large degree of control over outcomes in their lives. Following a descrip-
tion of the theory, research is presented showing the operation of self-regulation and 
self-efficacy in students with learning disabilities. Future research directions are sug-
gested, and implications of theory and research for educational practice are discussed.
Keywords: self-regulation, self-efficacy, motivation, learning disabilities
1. Introduction
In this chapter we discuss the roles of self-regulation and self-efficacy in 
students with learning disabilities. As used herein, self-regulation refers to self-
generated cognitions, affects, and behaviors that are systematically directed toward 
attainment of goals, and self-efficacy beliefs are one’s perceived capabilities to 
learn or perform actions at designated levels. This chapter’s purpose is important 
because many students with learning disabilities do not adequately self-regulate 
their academic performances and hold a low sense of self-efficacy for learning and 
performing well in educational contexts, both of which can negatively affect their 
motivation and learning [1, 2].
We initially discuss social cognitive theory as a guiding conceptual framework 
and situate self-regulation and self-efficacy within this framework. We discuss 
some research with students with learning disabilities with these constructs to show 
that helping students to become better self-regulators and improving their sense of 
self-efficacy can help improve academic motivation and learning. We conclude with 
implications of theory and research for educational practice. The goal is that the 
suggestions we make will promote research and application of the principles to help 
students become more successful in schooling.
2. Background
2.1 Social cognitive theory
Bandura’s [3] social-cognitive theory postulates that individuals’ functioning 
involves reciprocal interactions between personal (e.g. cognitions, feelings, skills), 
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behavioral (e.g. strategy use, help-seeking, actions), and environmental (e.g. 
classrooms, homes, work environments) factors [4]. These reciprocal influences can 
be illustrated using self-efficacy as a personal variable. Researchers have shown that 
self-efficacy beliefs influence such behaviors as choice of tasks, persistence, effort, 
and achievement [1]. In turn, students’ behaviors can modify their self-efficacy. 
As students work on tasks, they observe their progress toward their learning goals. 
Progress indicators such as assignments completed convey to them that they are 
capable of performing well, which enhances self-efficacy for continued learning [1].
The hypothesized reciprocal influences between self-efficacy and environ-
mental variables have been demonstrated in research on students with learning 
disabilities, many of whom hold low self-efficacy for learning [5]. Persons in their 
environments may react to them based on attributes typically associated with 
them rather than based on their behaviors. For example, a teacher may judge such 
students as less capable than other learners and hold lower academic expectations 
for them, even in areas where students with learning disabilities are performing 
adequately. In turn, teacher feedback can affect self-efficacy. Persuasive statements 
such as, “I know that you can do this,” can raise self-efficacy.
Learners’ behaviors and environments can influence one another. When teach-
ers present information, they may ask students to direct their attention to a slide 
projected on the board. Environmental influence on behaviors occurs when stu-
dents attend to the visual without much conscious deliberation. Students’ behaviors 
can alter the instructional environment. If teachers ask questions and students give 
incorrect answers, teachers may reteach key points rather than continue the lesson.
Social cognitive theory stresses the idea that people strive to develop a sense of 
agency [6], or the belief that they can exert a large degree of control over important 
events in their lives. Self-regulation and self-efficacy are integral means for experi-
encing a stronger sense of agency. Students who use self-regulatory skills are apt to 
feel efficacious about learning and performing well, which in turn can boost their 
motivation, effort, persistence, and learning. Their perceptions that they are learn-
ing strengthen their agency beliefs.
2.2 Self-regulation
Zimmerman [7] conceived of self-regulation as comprising forethought, perfor-
mance, and self-reflection phases. The forethought phase precedes performance. It 
is the time when learners set goals and decide on strategies to use to help attain the 
goals. Forethought also is the time when learners attend to the physical and social 
environments. They obtain materials they will need to perform the task and make 
arrangements for working with others if needed. Learners decide on when, where, 
and how they will work on the task.
Time management comes into play during forethought. Students decide on 
how much time to spend on the task and subcomponents of it. During forethought 
learners also motivate themselves to work on the task, such as by experiencing 
self-efficacy that they can be successful and reminding themselves of the value or 
importance of the task.
During performance, learners instruct themselves as they work on the task and 
monitor the outcomes of their efforts. They determine whether their strategies are 
working out well and whether they are making goal progress.
Periods of self-reflection may come when learners pause during learning or 
when the task is completed. Self-reflection is the time of self-evaluation when 
learners evaluate how successful they were. They decide if they need to change 
their strategy or establish better working conditions. They also make attributions, or 
perceived causes of their outcomes. Attributions address the “why” question—why 
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was I successful or not successful. Based on their attributions and evaluations, they 
may decide to continue with the same strategy or change it.
Research with students with learning disabilities often shows problems in all 
three phases [8]. They may not devote sufficient time in forethought to carefully 
plan their goals and strategies and they may enter the task with low self-efficacy 
for performing well. During performance they may not attend carefully to the 
task or monitor their performance to determine goal progress. They also may not 
adequately evaluate their performance during self-reflection and make attributions 
that do not motivate. For example, if they had difficulty completing the task, they 
may attribute it to low ability rather than insufficient effort.
2.3 Self-efficacy
Researchers have shown that self-efficacy can affect choices, effort, persistence, 
and achievement [1]. Compared with less-efficacious students, those with self-
efficacy for learning and performing well are apt to choose to engage in learning, 
expend effort to succeed, persist when they encounter difficulties, and achieve 
at higher levels. Students with learning disabilities are more likely to hold lower 
self-efficacy than students without disabilities, possibly because of an internalized 
history of repeated academic failures [9, 10].
Bandura [6] hypothesized that self-efficacy beliefs are formed based on four 
sources: actual performances, vicarious experiences, forms of social persuasion, 
and physiological and affective indexes. Actual performances constitute the most 
reliable source because they provide learners with evidence of their capability to 
succeed. Accomplishments require learners to adapt and adjust to different circum-
stances, and repeated successes in doing so can enhance self-efficacy. Teachers who 
provide students with opportunities to learn and perform successfully likely build 
students’ self-efficacy for future similar tasks [11].
Vicarious experiences occur through observing others [6]. In general, observing 
others succeed raises observers’ self-efficacy whereas observed failures can lower 
it. But perceived similarity of model to observer is important. Observers are more 
swayed when they perceive themselves to be similar to models.
Forms of social persuasion can raise self-efficacy including for students with 
learning disabilities [12]. Teachers telling students that they can do something is apt 
to raise the students’ self-efficacy for succeeding. However, the effects of persuasive 
information can be outweighed by actual performances. Learners told that they are 
capable will not feel efficacious if they subsequently attempt the task and per-
form poorly.
Physiological and affective symptoms constitute a source of self-efficacy [6]. 
Students who experience anxiety or sweating when taking an exam may have low 
self-efficacy for success, whereas those who feel calm and anticipate performing 
well are likely to have higher self-efficacy. Students who feel anxious can attempt to 
gain control over the situation, thereby increasing their sense of agency.
Agency (or perceived control) is an important variable stressed by social cogni-
tive theory. A responsive environment is needed for perceived control to exert 
its effects [6]. Students may believe that they can control their use of learning 
strategies, effort, and persistence, yet still hold low self-efficacy because they 
believe that the learning is unimportant and not worth the investment of time. Or 
they may hold high self-efficacy yet make little effort to learn because they believe 
that in their present environment learning will not be rewarded [1]. Research 
supports the importance of professional development to build self-efficacy and 
agency for teachers who work with students with learning and reading disabilities 
and ADHD [13, 14].
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Self-efficacy applies to teachers as well as students. Teacher self-efficacy is the 
belief that a teacher can help promote student learning [15]. Teachers with higher 
self-efficacy should be more likely to develop challenging activities, help students 
succeed, and persist with students who have difficulties. Higher teacher efficacy 
also is associated with creating a positive classroom climate, supporting students’ 
ideas, and meeting the learning needs of all students [15].
It is beneficial for self-efficacy to correspond closely to students’ actual skills. 
Students who underestimate their capabilities may be less motivated to achieve, 
believing that they will perform poorly. Students who overestimate their capa-
bility are likely to encounter failures, which should lower their self-efficacy. 
Inaccurate assessments of capabilities, which often are found among students 
with learning disabilities [5], can hinder the quality and quantity of academic 
motivation and achievement. Students with learning disabilities may not fully 
understand the task demands which may lead them to make overly-high self-
efficacy estimates [16]. Elementary school students with learning disabilities 
often have lower academic self-efficacy when compared to their typically 
achieving peers [17].
3. Self-regulation and self-efficacy research
3.1 Students with learning disabilities
According to the U.S. Federal guidelines for identifying students with disabili-
ties, students must meet three criteria. They must demonstrate a severe discrepancy 
between intellectual ability and achievement. The difficulties they experience are 
not the result of any known condition. They must show a need for special education 
services [9]. These criteria are indicative of the learning differences found between 
students with and without learning disabilities.
Students with learning disabilities are more likely to demonstrate poorer self-
regulatory skills and report lower self-efficacy beliefs than their peers without 
learning disabilities, which may be a consequence of internalizing a history of 
repeated failures, frustrations, poor social interactions, and lower levels of per-
formance [9, 18]. This section summarizes some self-regulation and self-efficacy 
research with students with learning disabilities.
Students who are diagnosed with a specific learning disorder typically perform 
poorly in reading, writing, and mathematics, which are subjects considered critical 
for school success. Students with learning disabilities tend to have lower levels of 
self-efficacy and lower levels of hopeful feelings [10].
Lackaye et al. [10] compared 123 Israeli adolescents with learning disabilities 
with an equal of number of peers without learning disabilities. Students were 
matched by school grades, grade level, and gender. Variables such as academic self-
efficacy, effort, hope, and mood were assessed. Results showed that students with 
learning disabilities reported lower levels of academic self-efficacy, which suggests 
that these students have fewer successful academic experiences than their peers. 
Students with learning disabilities also were found to have lower levels of effort, 
hope, and mood. Students who are self-efficacious are likely to engage in produc-
tive self-regulatory behaviors such as setting high goals, persisting, and expending 
effort when faced with challenges [1]. Conversely, students who have not had 
successful experiences are likely to hold lower self-efficacy about similar learning 
experiences [6, 8, 10]. These results highlight the challenges faced by students with 
learning disabilities. In addition to surveys, Lackaye and his colleagues interviewed 
students with learning disabilities who reported being aware of their difficulties, 
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felt stressed over having to study many more hours than others appeared to need to 
study to obtain passing grades, and were less hopeful with depressive tendencies.
Klassen and Lynch [12] examined self-efficacy from the perspective of students 
with learning disabilities and their teachers. Students in grades 8–9 with learning 
disabilities participated in focus group interviews; teachers who were specialists in 
teaching students with learning disabilities were individually interviewed. Students 
and teachers acknowledged the role of self-efficacy beliefs in achievement, specifi-
cally indicating that lower levels of self-efficacy can hinder learning and achieve-
ment. The teachers noted the “fragility of the academic beliefs of their students” 
(p.498), indicating they put effort into helping students with learning disabilities 
build and sustain self-efficacy by reducing levels of frustration.
Interventions for building academic self-regulation and self-efficacy for students 
with learning disabilities are essential to foster academic success. Butler [19] con-
ducted case studies on students with learning disabilities in postsecondary educa-
tion programs. Participants ranged in ages from 19 to 48 and were diagnosed with 
disabilities in mathematics, reading, short-term auditory memory, abstract reason-
ing, and ADHD. The intervention consisted of need-based tutoring of 2–3 hours 
per week for two semesters. Tutoring sessions, which included cognitive coaching 
and modeling, focused on self-regulation by helping students become more meta-
cognitively aware of: task demands and performance criteria; strategy selection, 
use and modifications; self-monitoring of performance; and self-evaluations and 
self-judgments. Results showed that the intervention raised students’ performances, 
as well as their metacognition and self-efficacy beliefs.
Many students with learning disabilities struggle with reading (e.g., compre-
hension, spelling, writing), as well as with phonological awareness (sounds and 
words represent symbols) and phonemic awareness (words consist of sounds; [9]). 
Reading is essential for academic success and difficulties can lower learners’ moti-
vation and achievement across academic content areas. Most students with learning 
disabilities have difficulties in reading comprehension [20].
Schunk and Rice [21–23] conducted self-regulation and self-efficacy studies 
on children with reading disabilities. These studies demonstrated that through 
modeling, goal setting, self-directed practice, and feedback on the value of 
applying strategies, students’ self-efficacy for reading comprehension and their 
performances could be increased. More recent studies have focused on specific 
self-regulated learning strategies such as self-monitoring to improve self-efficacy 
for students with reading disabilities [24]. Dyslexia constitutes 3–10% of reading 
disabilities [25]. These students face academic challenges including sustaining 
motivation to learn. Self-monitoring involves keeping track of whether one’s tar-
geted behavior has occurred. It is one of the most important and heavily researched 
strategies for self-regulated learners with disabilities [26].
Kanani et al. [24] randomly assigned students with dyslexia to an experimental 
condition that involved self-monitoring training or a control condition where they 
received small group instruction. Students in both conditions were pre- and post-
tested on self-efficacy and achievement and an additional assessment was obtained 
two months after the intervention. Results indicated that students who received 
self-monitoring training showed increased self-efficacy and higher achievement 
compared with students in the control group. Keeping track of one’s performance 
can have a powerful impact on reading achievement and self-efficacy among 
students with dyslexia.
Research on interventions to help increase self-regulation and self-efficacy for 
reading on students with reading disabilities is limited. Much of the research has 
focused on students with writing disabilities using the Self-Regulated Strategy 
Development (SRSD) program. Mason [27], for example, studied struggling 
Learning Disabilities
6
readers’ comprehension of expository texts. The intervention included teaching 
SRSD strategies for writing and strategies to improve reading comprehension. 
The SRSD involved six steps including processes such as self-monitoring, self-
instruction, goal setting, and self-reinforcement. The TWA strategy (Think Before 
Reading, While Reading, After Reading) provided students with the framework for 
better reading comprehension. Teaching struggling readers strategies for writing 
and reading expository texts can lead to better understanding. Students who are 
able to read informative texts and monitor their understanding are more likely to 
feel self-efficacious to do so. Providing specific strategies to students with reading 
disabilities enhances their cognitive judgments of personal capability to compre-
hend when reading and reduces the likelihood of feelings of diminished self-worth 
due to repeated failed reading attempts [28].
Tabassam and Grainger [17] examined self-efficacy differences among elemen-
tary students with ADHD, with comorbidity (ADHD and a learning disability), and 
students without any disabilities. Students were administered measures of self-
efficacy and attributions (beliefs about perceived causes of outcomes). Students 
with learning disabilities had been previously shown to attribute failures to internal 
causes such as low ability and successes to external causes such as luck. These 
students experience repeated failures and high levels of frustration. They compare 
themselves to other classmates who do not struggle in the same way they do. This 
internalization of feelings contributes to attributing their performance inward, 
toward themselves. Findings from this study revealed that both groups of students 
with disabilities experienced lower self-efficacy and attributional beliefs directed 
toward themselves than their peers without disabilities.
3.2 Sources of self-efficacy
Students with disabilities often struggle academically and are less likely to set 
high goals, persist when faced with difficulties, or attribute failure to effort and 
poor strategy use [29]. The sources of self-efficacy can help students with disabili-
ties feel more self-efficacious. Teachers who give students opportunities for success 
(enactive mastery) can build self-efficacy by assigning moderately challenging 
tasks that the students can succeed at with effort [12, 30]. Students with learning 
disabilities tend to experience anxiety and nervousness. They are also often aware 
of the learning challenges they face. Teachers can provide models (vicarious learn-
ing) such as peers or others who can demonstrate skills and strategies to complete 
the targeted task. Teachers can also take advantage of access to the Internet by using 
YouTube videos or other video models. Videos provide learners with opportunities 
to repeatedly watch the model because they can stop and restart the video as often 
as needed. This can provide specific information about how to approximate the 
desired behavior.
Social or verbal persuasion provides learners with information that can help 
sustain motivation [6]. Teachers can use verbal persuasion by reminding students of 
what needs to be done as they encourage them to perform the activity [30]. Verbal 
persuasion must be genuine and credible and followed by constructive feedback 
upon task completion. Research shows the opposite can happen as well. Students 
who report feeling that their teacher did not acknowledge how hard they worked or 
who made comments that suggest their work was not up to par may feel lower levels 
of self-efficacy [12].
Students with learning disabilities may experience physiological and affective 
reactions. A history of repeated failures and frustrations can result in high levels 
of anxiety, frustration, distress, and learned hopelessness. These negative feelings 
and thoughts can trigger additional stress and agitation [28]. Teachers can provide 
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students with relaxation training and refer them to counseling to help work through 
feelings of anxiety. Teachers and counselors can teach students strategies for coping 
with irrational or fear-of-failure thoughts, which can lower self-efficacy [30]. In 
addition, providing students with disabilities opportunities to practice and emulate 
tasks to be done with constructive feedback from the teacher may help reduce 
anxiety when the tasks are ready to be carried out for a grade [1].
3.3 Self-efficacy calibration studies
Students who can accurately estimate their skill for performing a task are 
considered accurate calibrators [31]. Exceptional students often overestimate their 
capabilities [16], which can result in exerting less effort in preparing for a task. 
Struggling students may miscalibrate their self-efficacy because they underestimate 
the task demands [16]. DiBenedetto and Zimmerman [32] found that students who 
were at-risk for learning science overestimated their capability to perform well on a 
designated test.
Crane et al. [33] examined calibration accuracy among special education 
students using academic (vocabulary words) and nonacademic (arranging six tiles 
to tell a story) tasks. Results indicated that even though students performed com-
parably on the academic and nonacademic tasks their self-efficacy was much higher 
for the nonacademic tasks. When tested on a completely new task, their calibration 
for completing the task worsened. They continued to report high self-efficacy 
beliefs even when they did not get any answers correct. These findings suggest that 
teaching metacognitive strategies—helping students determine when they know 
something and when they do not—might improve self-efficacy calibration [28].
In the Klassen and Lynch [12] study, adolescents with learning disabilities rated 
their self-efficacy higher than would be expected given their low performance. 
Each of the teachers who was interviewed indicated that the students with learning 
disabilities lacked an awareness of their strengths and weaknesses and that this lack 
of self-knowledge influenced their self-efficacy judgments. The teachers sug-
gested that students overestimated their self-efficacy as a means of self-protection. 
Students with disabilities may have poor metacognitive awareness and feel they 
have personal limitations. These beliefs may lead them to overestimate self-efficacy 
to protect their self-images [28, 34].
4. Implications of theory and research for educational practice
Theory and research suggest implications for educational practice. Learners 
with learning disabilities may hold inaccurate self-efficacy beliefs. They may judge 
their learning capabilities lower than they actually are, or conversely, they may feel 
overly optimistic about what they can learn. Either situation can be problematic for 
motivation and learning.
One implication is that ways to convey information to students about their capa-
bilities should be integrated into instructional approaches. Giving students practice 
with feedback provides performance information. Vicarious information can be 
conveyed through live or video models. Teachers can encourage students with verbal 
persuasion, and negative emotions that may lower self-efficacy can be addressed by 
showing students what they have accomplished.
Research also suggests several mechanisms whereby self-efficacy can be devel-
oped. Methods that are beneficial for self-efficacy development include having 
learners set realistic and short-term goals, teaching then strategies having them 
practice applying these, and having them monitor their learning progress. Although 
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students with disabilities often need skill remediation, they also need information 
that conveys to them that they are capable of learning and performing well.
A sense of collective self-efficacy can be developed when students work in 
groups. It is important that students with disabilities contribute productively to the 
group. Teachers should structure group tasks such that all members have responsi-
bilities and can demonstrate learning and performance accomplishments.
5. Future research directions
Existing research documents the importance of self-regulation and self-efficacy 
for academic performance and achievement among learners with disabilities. 
Future research directions should include sociocultural influences, technology uses, 
and out-of-school contexts.
5.1 Sociocultural influences
As schools become increasingly diverse, it is important to study self-regulation 
and self-efficacy development among students from different cultures. Culture 
refers to beliefs and value systems that can influence motivation and learning [35]. 
In a recent research review, McInerney and King [36] found that most studies do 
not use culture, race or ethnicity as independent variables; rather, countries outside 
of the U. S. accept self-regulation processes such as self-efficacy as part of a theo-
retical framework and examine these processes within different learning contexts. 
McInerney and King discuss the challenge with finding studies that examine cul-
tural influences on core theoretical constructs that have been primarily established 
in the U. S.
A cultural dimension that has been explored widely in self-efficacy research 
and is relevant to self-regulation is individualism and collectivism. Individualistic 
cultures tend to stress independence and individual initiative, whereas collectivist 
cultures emphasize group identity and “we” consciousness [37]. The United States 
and Western European countries are high in individualism, whereas Asian cultures 
tend to be more collectivist. Researchers comparing these cultures typically find 
that individuals from collectivist cultures judge self-efficacy lower than do those 
from more individualistic cultures including when performances are equivalent 
or higher. Further, the lower self-efficacy beliefs are typically better calibrated 
with actual performances [37]. These results suggest that collectivist cultures may 
promote modesty in self-efficacy judgments. They also raise the issue of whether 
collective self-efficacy may be a better predictor of performance in these cultures 
than individual self-efficacy [37].
Classrooms have students from myriad cultural backgrounds. While self-
regulation and self-efficacy may be universal, the challenge for educators is to 
understand how students’ values, beliefs, and sociocultural experiences can 
affect self-regulation and self-efficacy. Researchers have not examined in depth 
the roles of cultural variables in self-regulation and self-efficacy among students 
with disabilities. More cross-cultural studies are needed examining the potential 
culturally-specific influences on learning, performance, and self-regulation.
5.2 Technology uses
Much research related to technology has focused on measuring students’ self-
efficacy for using computers [38]. A literature review of computer-based learning 
environments (CBLEs) examined relationships between computer self-efficacy, 
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self-regulated learning processes, and performance outcomes, and found three 
significant outcomes [39]. The first is that there are both behavioral factors (e.g. 
familiarity with being in a CBLE) and psychological factors (e.g. positive attitude 
and curiosity about being in a CBLE) that are positively related to computer 
self-efficacy. Second, computer self-efficacy is positively related to self-regulated 
processes such as navigational strategies and metacognition. Third, computer self-
efficacy is related to learning outcomes.
A new area of inquiry is game-based learning. Video gaming can be used to 
increase and sustain motivation and interest, and help students make connections 
to real-life situations [40]. Video games capture learners’ attention, are fun and 
exciting to play, often involve cognitive flexibility and the ability to strategize, are 
familiar to many learners, and can be developed to target learning goals. Good 
instructional games can take advantage of learners’ attention by allowing them to 
identify with avatars that represent the players or other characters (i.e. a marine 
biologist), which helps boost intrinsic interest in the learning.
The role that technology may play in the development of self-regulation skills 
and self-efficacy in various settings (e.g., CBLEs, gaming, online social media) 
should be investigated among students with disabilities. The motivational induce-
ments afforded by technology may have the desirable effect of gaining and holding 
learners’ attention on the learning situation, which should enhance their self-
efficacy as they experience success. In addition, cell phones and other electronic 
devices may help students with disabilities self-monitor by setting alarms for due 
dates for assignments or reminders to be working on school assignments. But 
conversely, the extra features (audio, video) of technology may prove distracting 
and tax students’ working memories, which would have the opposite effect. Added 
research is needed that explores variables associated with technology to determine 
how instructional conditions can be ideally structured for students with disabilities.
5.3 Out-of-school contexts
Most self-regulation and self-efficacy research has been done with learners in 
formal academic settings (e.g., classrooms). But much learning occurs outside of 
these settings such as in homes, during volunteer activities, and in the context of 
mentoring interactions. Homework—a key instructional variable—requires good 
self-regulatory skills to complete satisfactorily.
To test the roles of self-regulation and self-efficacy in motivation and learning 
among students with disabilities, more research is needed in nonacademic settings 
where students learn. For example, mentoring relationships can enhance mentees’ 
self-regulation and self-efficacy [41]. Mentors are models who show how tasks are 
completed and what proficiency levels are required for successful completion of 
tasks. They demonstrate self-regulation and how to cope in challenging situations. 
Through the development self-regulation, mentors can foster mentees’ self-efficacy 
and help them become independent, adaptable, and self-directed [42], but further 
research is needed on mentoring variables that may impact self-efficacy among stu-
dents with disabilities such as the types of individuals who may make good mentors.
Another issue is that self-efficacy sources outside of school may conflict with 
those experienced in school. Students may develop self-efficacy beliefs in school 
through performance accomplishments, exposure to competent models, and 
teacher encouragement, but those same positive sources may not be present outside 
of school. An important research question is how students reconcile discrepant self-
efficacy information. It may be valuable to provide instruction to parents and others 
outside of school who work with students with disabilities on how to inculcate self-
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